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Abstract
The present thesis explores how themes and processes associated with Emotional
Intelligence (E.I.) and other aligned concepts, might function within the day-to-day
lives of football scholars. More specifically, two perspectives of E.I. are addressed
within this thesis (Mayer and Salovey, 1997; Bar-On, 1997). Mayer and Salovey
(1997, p10) defined E.IL as, “... the ability to perceive accurately, appraise and express
emotion; the ability to access and/or generate feelings when they facilitate thought;
the ability to understand emotion and emotional knowledge; and the ability to regulate
emotions to promote emotional and intellectual growth.” In contrast, Bar-On (1997;
p16) defined E.I. as, “An array of noncognitive capabilities, competencies and skills
that influence one’s ability to succeed in coping with environmental demands and
pressures.” The early phase of the thesis provides a critical commentary alongside
conceptual clarification of the above E.I. perspectives. Intuitive associations between
the E.I. and sport psychology literature are also identified, with specific reference to

appraisal (Lazarus, 1999a; 1999b; 2000a; 2000b).

Within phase one (a), football scholars (n=90) across a range of age groups (16-19yrs)
at academies in England (n=5), completed the Bar-On (1997) Emotional Quotient
Inventory (EQ-1). The EQ-i scores were analysed using a general linear model, which
revealed that the age of the player or the academy they attended did not affect total
EQ-i scores. However, there was evidence to suggest differences in subcomponent
scores for E.I. between clubs. Bar-On (1997) suggested the results of the EQ-i should
be used in association with other information. In that context, the quantitative data
obtained represented an important adjunct to the subsequent qualitative data and
enabled the researcher to ascertain the viability of the EQ-i within a youth football

setting.

Phase one (b), comprised of a focus group methodology that enabled the researcher to
further explore the concept of E.I. and associated motivational/emotion based
literature within sport psychology. The focus groups (n=3) took place in academy
settings and were attended by the scholars (n=20). Discussion on football specific
scenarios was prompted by a series of issue-based slides that related to the cultural
demands of a football academy. In a conceptual sense the prompt system was based
on a sequence that stressed thoughts-feelings, response and time phased change; a
process linked to the cognitive appraisal mechanism. Deductive analysis procedures
initially explored the potential alignment of focus group narrative with psychometric
profiles. This process served to associate E.I. subcomponent scores (Bar-On, 1997)
with focus group narrative. Further content analysis cycles linked narrative to wider
E.I. theory (Mayer and Salovey, 1997) and other motivational themes (i.c., coping

mechanismes).

In phase two, the researcher engaged longitudinal ethnographic methods to explore
the multifaceted narrative associated with lived experiences in a football academy.
This provided a rich data source and enabled associations to be made between person-
situational encounters, E.I. themes and processes and broader sport psychology
literature. Deductive analysis processes followed on sequentially after the author
constructed a confessional narrative based on the ethnographic data. A conceptually
integrated understanding of E.I. and other relevant concepts emerged from the above
protocol and offered insight in to how such knowledge and understanding may have

the potential to inform applied activity within sport psychology.
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Chapter One
Introduction and

Literature Review



1.1 Introduction

The aim of the present thesis is to explore Emotional Intelligence (E.I.) themes
and processes within a football youth academy setting. Associated conceptual
perspectives (such as appraisal) are also considered as the discussion embraces
an applied perspective. Before the objectives associated with this overarching
resecarch aim are presented a brief insight into football academies is provided.
Secondly, a rationale for the inclusion and exploration of E.L within the current
research prbject is presented and this is followed by a route map of the thesis.

This also includes and aligns the objectives of the research project with the

different phases of the thesis.

1.1.1Football Academies

The primary objective of a football club is success on the football pitch (to win
games). In order to fulfil this objective football clubs require talented players.
The search and desire for talented players can be evidenced through a club’s
investment in the development of young talent (Franks et al., 1999). Football
clubs within England specifically Premier League clubs (although other league
clubs as well) have and are responsible for football academies (FA Technical
Department, 1997). These academies aspire to develop young players for the
respective club’s first team or generate income through the eventual sale of the
young players. An academy environment is perceived to be one in which young
talent is nurtured and players are provided with (what should be for them), the
best opportunity to fulfil their potential. At the age of 16 academies offer players
they deem to have the potential to become a professional footballer with a full

time scholarship. Consequently these young players are referred to as football



scholars and/or football players. The holistic approach adopted to the

development process within academy football can be unveiled with reference to a

typical academy curriculum (see figure 1.1).

Physical component:
Physiological development

Screening

Tactical component

The Academy

Technical component Package

Competence skills:
Role models
Dealing with the
public

Behaviour and conduct
Social skills

Driving skills

Image of the game
Drug awareness
Financial planning

etc.

Diet and nutrition Academic and/or
vocational component

Psychological (emotional)
awareness:

Reflective practice

Lifestyle management

Figure 1.1 A typical academy curriculum

(Adapted from Stratton e al., 2004; p208)

In a generic sense figure 1.1 reveals the inherent components of an academy

package that many young players are exposed to.

1.1.2 Emotional Intelligence

Arguably Emotional Intelligence (E.I.) presents itself as an intriguing concept. It

can be associated with cognition (Mayer and Salovey, 1997),

behaviour (Bar-On,

1997) and consequently general wellbeing (Lazarus, 2000a; 2000b). It is possibly

the pervasive nature of emotion which fuels the appeal of E.I. and serves to

reinforce the notion that success may be associated with

10

an individual who



possesses a high level of E.I. (Goleman, 1995; 1998). Emotion and sport are
inseparable, yet the concept of E.I. remains largely unexplored within a sporting

context (Zizzi et al., 2003). Botterill and Brown (2002; p38) suggested that, “The
highly charged realm of sport is an excellent place to study the phenomenon of

emotion and perspective.” The exploration of E.I. within a football context is a

central feature of this research project.

1.1.3 Research Journey: Aim and Objectives

As initially mentioned the aim of the present thesis is to explore Emotional
Intelligence (E.I) themes and processes within a football youth academy setting,
moving towards an applied perspective and an integration of associated appraisal
mechanisms. In order to achieve this research aim the following objectives have

been addressed:

1. To ascertain the viability of the Bar-On (1997) measurement tool (EQ-1)

for E.I. within youth football (phase one — part a).
2. To explore how narrative derived from deductively driven culturally
specific focus groups may align with psychometric profiles (phase one —

part a and part b).

3. To consider in deductive terms how E.I. and associated conceptual

material may feature in the focus group narrative (phase one — part b).

11



4., To explore through longitudinal ethnographic methods, association
between person-situational encounters and E.I. themes and processes in a

football setting (phase two).

5. To propose a conceptually integrated understanding of E.I. and other

relevant concepts (phase two).

6. To reflect deductively on how E.IL and other associated concepts may be

related to applied activity within sport psychology (phase two).

This research project comprises of two phases, which are aligned with the above
objectives. The varied methodology employed by the researcher within these

phases enables a simplistic map of the thesis to be formed with regard to the

paradigmatic location of the research journey undertaken (see table 1.1). A

comprehensive and analytical view of the paradigmatic location of the research 1s

undertaken during the latter stages of the thesis (see executive summary).

Table 1.1 General map of thesis

Phase Objectives Method

12



1.2 Introduction to Literature Review

This literature review will first of all introduce the concept of Emotional
Intelligence (E.L). In the first instance an overview of two prominent models
within the E.L literature 1s provided. This conceptualisation of E.I. enables the
themes and processes associated with E.L to be intuitively aligned with existing
sport psychology literature. This is followed by a more extended and critical

review of the E.IL literature.

1.3 The Mayer and Salovey Perspective of E.I.
Emotional Intelligence (E.L) is an intriguing concept that has been widely
discussed in both the popular press and academic journals. A prominent presence

within the popular press has been paralleled by the generation of empirical

research.

E.L. was identified by Salovey and Mayer (1990) and later defined as:

“...the ability to perceive accurately, appraise and express emotion; the
ability to access and/or generate feelings when they facilitate thought; the
ability to understand emotion and emotional knowledge; and the ability to
regulate emotions to promote emotional and intellectual growth.”

(Mayer and Salovey; 1997; p10)

The definition suggests that Salovey and Mayer (1990; Mayer and Salovey,

1997) conceptualise E.I. as a cognitive ability that involves the processing of

13



emotion. Within the above definition four components of E.I. can be identified

and are as follows:

1. Appraisal and expression of emotions
2. Use of emotions to facilitate thought
3. Understanding of emotions

4. Regulation of emotions

(Mayer and Salovey; 1997; p10)

The above components of E.I. reveal that cognition and emotion are central to
E.L Appraisal and regulation are both- cited within the components of E.I. and are
also prominent areas of research within the sport psychology literature. For
example, a number of literature sources suggest that the appraisal process
generates emotion and that regulation is concerned with the management of such

feelings (i.e. Dugdale et al., 2002; Avecedo and Ekkekakis, 2001; Anshel et al,
2001a; Anshel and Delaney, 2001). The regulation of emotion may, therefore, act
to modify emotions after they have been experienced. Consequently, emotional
regulation within E.I. is explained in the present thesis with reference to the

degree of awareness or consciousness involved. There are thought to be three

levels of consciousness:

1. Non or unconscious
2. Low-level consciousness

3. Higher consciousness  (Mayer and Salovey, 1995)

14




For all three levels of awareness or consciousness, emotionally intelligent
functioning is possible. The following definitions can be associated with

consciousness levels:

Emotional orientation occurring at the non-conscious level refers to people who
are able to unconsciously regulate their emotions thus; “...some forms of non-

conscious emotion regulation may well reflect emotional intelligence.”

(Mayer and Salovey, 1995; p200)

Emotional involvement occurring at the low conscious level corresponds with
openness to emotions and an increased element of control. Consequently, the low
conscious individual is expected to have an impact on situations, skilfully

framing them in order to experience desired emotions (Mayer and Salovey,

1995).

Emotional expertise is aligned with high level of consciousness demonstrated via

expert knowledge about emotions and methods of regulation (Mayer and

Salovey, 1995).

Mayer et al. (2002) further sub-divide the four components of E.I. This is

illustrated in figure 1.2.
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Appraisal and expression of emotions.
w—eJp | Experiential E.L
Use of emotions to facilitate thought.
Understanding of emotions
Strategic E.L
Regulation of emotions —

Figure 1.2 Experiential E.I. and Strategic E.I. (Mayer et al., 2002)

Experiential E.IL is aligned with a foundational level of emotional processing
whereas Strategic E.I. corresponds to a higher level of processing (Mayer et al.,
2002). This divide can be explained through reference to Experiential E.I., which
concerns the -individual’s ability to experience emotion productively whereas,
Strategic E.I. relates more to an individuals capacity to engage in strategic
emotional change. For example, an individual may bring about emotional change

as a result of interpreting and acting upon the information they possess about
emotions (awareness) and the management of them. In this regard Experiential

E.L. could be perceived as the building blocks for Strategic E.I. (a perspective

developed later in the thesis).

1.4 The Bar-On Perspective of E.I.

A second conceptual view of E.IL is provided by Bar-On (1997; p16), who

defined E.L as,

“An array of noncognitive capabilitics, competencies and skills that

influence one’s ability to succeed in coping with environmental demands

and pressures.”

16



Bar-On (2002) therefore focuses on E.I as comprising of a set of competencies

that determine an individual’s ability to cope (see Table 1.2).

Table 1.2 Components of E.I. (Adapted from Bar-On, 1997)

Mood

Emotional Empathy (EM) Problem

Self- Stress Tolerance (ST) | Solving (PS)

Awareness Social

(ES) Responsibility | Impulse Control (IC) | Reality Happiness |
| (RE) Testing (RT) | (HA) |

Assertiveness

(AS) Interpersonal Flexibility Optimism

Relationship (FL) (OP)

Self-Regard
(SR)

(IR)

Self-
Actualisation
(SA)

Independence

Table 1.2 reveals that a diverse range of emotional (intrapersonal) and social

(interpersonal) skills are proposed to be associated with E.I. (Bar-On, 1997). Bar-
On (2000) noted how earlier definitions of social intelligence (Gardner, 1983)
influenced conceptualisations of E.I. and, based upon this observation, he

presently refers to the construct as ‘Emotional Social Intelligence’ rather than

E.L (Bar-On, 2005).

The two perspectives of E.IL that have been highlighted here are both recognised
as major conceptual contributions to the E.IL literature (Speilberger, 2004; cited
in Bar-On, 2005). Nevertheless there appears to be little harmony between these
two influential frameworks. Mayer et al. (2004; p197) contested, with reference
to alternative conceptualisation of E.I (including Bar-On’s) that, “These

conceptualisations... have little or nothing specifically to do with emotion or

17



intelligence and consequently, fail to map on to the term emotional intelligence.”
To explain, Salovey and Mayer (1990; Mayer and Salovey, 1997) conceptualised
E.I. as a cognitive ability whereas Bar-On (1997; p16) defined E.I. as an
“...array of non-cognitive competencies and skills.” Matthews et al. (2002) point
to the multiple theories of E.I. displaying minimal contact with each other and
1dentify the risk that this lack of synthesis might lead to researchers talking at
cross-purposes. Matthews et al. further suggest that increased coherency within
E.I. theory might help to facilitate the development of applied thinking in this

field (a perspective that is explored in some detail within the final phases of this

thesis).

1.5 Introduction to Associated Sport Psychology Based Literature
To perform successfully at an elite level within sport is extremely demanding
(Jones, 1996). Elite sports performers are presented with a variety of stressors,

which are an inherent feature of a competitive sports environment. It is desirable
for an athlete to be able to manage the stressors, so enabling he/she to excel and
deliver performances in line with their potential. The sport psychology literature
continues to explore how sports performers effectively manage stressors within a
competitive environment. For example, a study by Gould e al. (1993a) used in-
depth qualitative interviews to understand the coping strategies of the U.S.
Olympic wrestling team in dealing with stress during the 1988 Seoul Olympics.
A range of coping strategies including thought control, task focus, behavioural-
based strategies and emotional control were highlighted. Clearly research within

this area makes a valuable contribution to applied sport psychology and the

18



material may also convey the potential to integrate with elements of E.L

literature.

Any method, successfully or unsuccessfully implemented by an athlete in an
attempt to deal with adversity and stress is termed coping (Hardy et al., 1996).
Within the sport psychology literature contemporary models of coping
consistently reveal that appraisal and coping are central to an individual’s efforts
to manage stressors (or resulting emotion). Coping is regarded as a complex,
dynamic and interactional process (Lazarus and Folkman, 1984) illustrative of an
individual’s cognitive, affective, and behavioural efforts to manage internal
and/or external demands (Crocker et al., 1998; Lazarus, 1999). Within sport
psychology the work and transactional processes defined by Lazarus and
Folkman (1984) pervade many conceptual efforts to understand coping per se
and so their thinking is embedded in much of the coping literature (Anshel, 1996;
Crocker and Isaak, 1997; Dale, 2000; Anshel et al., 2001b). More specifically,
the transactional process concerns the interaction between an individual’s
situational appraisal and their coping responses (Lazarus and Folkman, 1984).
Figure 1.3 illustrates this process and represents the continuous cognitive process

undertaken by sports performers that influences the impact that perceived

demands and possible levels of anxiety and emotion have on performance. To
understand this mechanism in greater depth, elements of the sport-based

literature are now presented alongside the E.I. themes outlined earlier.
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Figure 1.3. Appraisal and regulation of stress and emotion within sport

[azéms (1975; 1982; 1999a; 1999%b; 2000a; 2000b) claimed that cognitive
appraisal plays a central role in understanding emotions and proposed it to be a
mechanism through which we might understand an athlete’s emotional
experience; “...what mediates emotions psychologically is an evaluation,
referred to as an appraisal” (Lazarus, 2000a; p230). In this context emotional
management (or the ability to cope) is thought to depend upon the nature of an
athlete’s appraisal (see figure 1.3). Lazarus (2000a) argued that appraisal is at the
heart of his approach to understanding emotion and sports performance and he
made a clear distinction between what is referred to as primary and secondary
appraisal (Lazarus, 1999a). More specifically, primary appraisal relates to how
an individual evaluates the personal significance of a situation, which is

dependant upon their values, personal beliefs, situational intentions and goal

commitments. An individual’s goal commitment is perceived to be pivotal in
terms of primary appraisal as it represents what is at stake for the individual
(Lazarus, 1999a). Secondary appraisal, in contrast, is presented as a cognitive
evaluative process that the individuals engage in. At the core of this process is
the interaction sustained by the person — environment relationship and from this
exercise people are thought to assess what they can do about the situation at

hand. Secondary appraisal, therefore, is an evaluative cognitive process that

20



informs coping. Vallerand (1987) also proposed an intuitive-reflective appraisal
model. In this model intuitive appraisal, similarly to primary appraisal, involves
minimal cognition, however, reflective appraisal (secondary appraisal) involves
deliberate cognitive processing of internal and external information. Botterill and
Brown (2002; p44) stated, “...secondary appraisal occurs at a conscious level,
serving to modify, change or reinforce the primary appraisal.” Figure 1.3
illustrates the appraisal-reappraisal process (Lazarus and Folkman, 1984) and
demonstrates the way that appraisal can influence emotion (Lazarus, 2000a;
2000b). As appraisal is thought to have a direct and mediating effect on emotion,
it is clearly implicated in successful sports performances and is also a core
component of E.I. Lazarus (2000a; 2000b) positions appraisal as being crucial to
the elicitation and regulation of emotion and to his way of thinking, it is the

interaction between primary and secondary appraisal that informs and produces

coping responses. Lazarus (1982) highlights the subjective nature of appraisal
and emotion as a reason for their investigation being resisted by the research
community. That said, the complexity of emotion and appraisal has been
consistently rehearsed through the writing of Lazarus (1999a; 1999b; 2000a;
2000b) and Hanin (2000). Their focus highlights a particular interest in the
content of emotion (antecedents, subjective experience and outcome), which are

highly relevant to understanding appraisal and consequently the links between

emotion and sports performance.

Lazarus (2000a; p235) stated, “Coping is second in importance to appraisal. It
has to do with how we mange or regulate our emotions.” Appraisal and coping

are therefore proposed to be interdependent and both are also components of E.IL.
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(as defined within the Mayer et al. framework). Stress and coping theory
identifies appraisal and coping as critical mediators of stress relations and
outcomes (Folkman et al, 1986). Figure 1.2 proposes that appraisal and
regulation inform the Experiential and Strategic aspects of E.I. For example,
Mayer et al. (2002) revealed that Experiential E.I. comprises of appraisal,
expression of emotion and use of emotions to facilitate thought. This appears to
mirror the appraisal and reappraisal process outlined by Lazarus and Folkman
(1984), particularly as the use of emotions to facilitate thought is viewed as
adaptation rather than change. Alternatively Strategic E.I. concerns regulation
i.c., the ability to influence emotion. In this framework the understanding of
emotion impacts upon regulation and forms the bridge between Experiential and
Strategic E.I. Once regulation of emotion occurs this symbolises an appraisal
informed coping response and this process repeats itself, i.e., appraisal informs
regulation and regulation informs appraisal of the presenting stressor. The
associations outlined here imply a degree of conceptual overlap and maybe also
suggest route ways through which individual differences in the nature and

functional adaptability of appraisal processes might be understood.

The regulation of emotion and/or the ability to cope is arguably an integral

feature of competitive sports performances. Research on how athletes cope has

revealed that athletes deploy a variety of different strategies (Orlick and
Partington, 1988; Gould et al.,, 1993a; Gould et al., 1999). One aim of research
on coping has been to discover if the coping strategies that athletes employ can
be attributed to their success, hence the comparison of coping strategy

deployment within specific athletic groups (medallists and non-medallists).
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Interestingly research has intended to discover that successful athletes are
characterised by the possession of certain coping strategies within their
repertoire, although Gould et al. (1993a) discovered that medallists and non-
medallists of the US Olympic wrestling team both implemented similar coping
strategies, however, non-medallists suggested that their coping strategies were
not automatic. In contrast to medallists, the non-medallists also indicated a need
to consciously engage in coping strategies. With reference to the E.I literature
the medallists appeared able to implement their coping strategies at the lowest
level of consciousness (emotional orientation). In this respect automaticity of
coping has been established (independently) as both a feature of E.I. and
successful sport performances (Gould et al., 1993a; Gould et al., 1999).

Inevitably the efficacy of coping might be related to the degree to which an
athlete is effective or ineffective in their capacity to manage stressors. It would
seem to be important therefore, for coping research to ascertain whether sports
performers’ attempts to manage competitive stressors are effective or not.
Coping effectiveness can be (and has in the past) been aligned with different
coping responses (Lazarus and Folkman, 1984). Folkman (1992) argued, via the
goodness of fit approach, (the fit between individual appraisal and resulting
potential coping responses), that problem focused coping (i.e. reappraising or
positive self talk) would be effective if the individual perceives a stresstul
encounter to be controllable. Alternatively, emotion focused coping (i.e.
breathing exercises) would be the most effective for stressful encounters

appraised as uncontrollable. In a recent study, Nicholls er al. (2005) explored

coping effectiveness in golf and noted that an increased number of emotion-
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focused strategies were aligned with effective coping, whereas problem focused
strategies were associated with ineffective coping. It could be tempting to regard
a specific category of coping as more effective in comparison to others, yet
Dugdale et al. (2002) expressed caution towards the application of macrolevel
taxonomies in this way. These sentiments are acknowledged and seem to have
been heeded by Nicholls et al. (2005) who cited Dugdale et al. (2002) when
suggesting that coping strategies might change depending on the situation and
the context. Furthermore Nicholls and colleagues’ reference to effective coping
proposed the combined use of several different coping strategies (cognitive
behavioural and emotional). The complexity of coping has been demonstrated in
prior research within sport psychology (i.e. Gould et al., 1993a; Eklund, et al.,
1993; Anshel et al., 2001a; 2001b; Hanton and Jones 1999a; 1999b). The
phenomenological methodology employed by Nicholls and colleagues enabled
them to provide contextualized narrative of lived experiences and how this
related to coping in golf. The use of this in-depth qualitative methodology
(similar to that used by Nicholls et al.) has previously (and interestingly) becn

advocated by Lazarus (1995, 1999a, 2000D).

This integrated discussion has sought to highlight relevant areas within the sport

psychology literature that can be intuitively associated with the aforementioned
and subsequent E.I literature and has acted as something of a conceptual
departure from the exploration of E.I. themes and processes. In returning more
specifically to the E.I literature and before measurement issues concerning E.IL
are explored, an analytical and critical view of the underlying theoretical

conceptualisations of E.L is presented.
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1.6 Revisiting the Mayer and Salovey Perspective of E.I.

To begin this exercise a return to the Salovey and Mayer (1990) model of E.L is
necessary. The cognitive emphasis of this model enabled intuitive relationships
between the E.I. and sport psychology literature to be highlighted within the
earlier section. The model is commonly referred to as the ability model of E.L
More specifically, in order to be considered emotionally intelligent, people must
demonstrate skill within four areas; appraisal and expression of emotions, use of
emotions to facilitate thought, understanding of emotions and regulation of
emotions (Daus and Ashkanasy, 2005). Mayer et al. (2004) reveal that this
division of abilities (sometimes referred to as skills) is for convenience and that
the four areas are conceptually related with regard to the processing of emotional
information. All four areas are thought to be inherent within an individual’s
personality. The degree to which the ability is integrated within personality 1s
illustrated through the order of the four areas (Mayer et al., 2004). The first two
areas (1. appraisal and expression of emotions, 2. use of emotions to facilitate
thought) are referred to as discrete areas of information processing and are
positioned, in a contrasting sense, to the fourth area (regulation of emotions),
which concemns an individual’s plans and goals. These areas fit into the concepts

defined earlier as Experiential E.I. and Strategic E.I. (see figure 1.2). The

division by Salovey and Mayer (1990; Mayer and Salovey; 1995, 1997) of the
four identified areas of E.I. is a consistent feature of their research modelling.
Earlier in their work a distinction between emotional construction and emotional
regulation was made (Mayer and Salovey, 1995), which again can be aligned
with the more generic themes of Experiential E.I. and Strategic E.I. These

interrelationships are now addressed further.



Mayer and Salovey’s (1995) division of emotional construction (formation and
modification of emotion before it is felt) and emotional regulation (modification
of emotion after it is felt) enabled them to introduce a framework based upon
aforementioned levels of awareness or consciousness (nonconscious, low
consclousness/awareness, high consciousness/awareness). This framework will

now be explored with the division between emotional construction and emotional

regulation at each level being maintained and identified.

The nonconscious construction of emotion concerns what are regarded as
automatic-type appraisals of the environment that emerge from early
socialisation and reinforcement history (Mayer and Salovey, 1995). Use of the
term adaptive rather than intelligent is advocated as more appropriate by Mayer

and Salovey (1995), as intentional emotional processing is unlikely to be initiated

by an individual functioning at the nonconscious level.

The construction of emotion at the lower conscious level is informed via social
and cultural learning. Generally it seems likely that individuals will extend
beyond these experiences and come to appreciate an array of emotional states
and complex cognitions, as they grow older. In association with this general line
of thinking Mayer and Salovey refer to the work of Oakley (1991) to offer an
explanation for how cognitively saturated emotions (i.e., emotions that heavily
involve cognitive activity, e.g., guilt or shame) inform and increase the
likelihood of ethical behaviour. Oakley (1991, cited in Mayer and Salovey, 1995)

stresses the importance of cognitively saturated emotions, claiming ethical
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behaviour i1s not possible without them. Exposure to a range of experiences
within particular environments, cultures and being amongst different personnel
(which is likely to occur as people become older) informs the acquisition of
emotional knowledge. Therefore it is at this low level of consciousness or
awareness that a learning process begins with regard to the construction of
emotion. Mayer and Salovey (1995; p201) commented, “...there can be little

doubt that the array of experienced emotions builds in complexity with age.”

The final level regarding the construction of emotion is the high conscious or
awareness level. Mayer and Salovey (1995) infer a relationship exists between
the high level and low level of consciousness or awareness (i.e. a developmental
perspective). This relationship is not made explicit within the literature but given
the emphasis placed upon a learning process and the acquisition of emotional
knowledge, such a developmental perspective is (at least) comprehendible. When

Mayer and Salovey (1995) recall their earlier description of low conscious
construction of emotion (at the onset of their section on the high conscious
construction of emotion) they allude to the point that the high conscious stage is
relative to the previous low level and so includes the development and increased
cognitive nature of emotion (at the low level). They offer a functional

differentiation, however, by proposing that a higher level of conscious emotional

construction entails “...intentional, extended attempts to understand, define, and

(possibly) enhance emotion.” (Mayer and Salovey, 1995; p202).

To move this conceptual debate forward the threefold framework of

nonconscious, low conscious/awareness, high conscious/awareness is now
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aligned and explained in relation to emotional regulation.: The nonconscious
regulation of emotion can be attributed to biological theories and developmental
processes. This may explain why nonconscious regulation may be an area about
which researchers, from a psychological perspective, appear not to be overly
concemed. Mayer and Salovey (1995) acknowledge the biological contribution
to emotion but also stress that E.IL is in evidence at the nonconscious level. This
is based upon nonconscious access to relevant over leamed information and the
operation of instinctive defense mechanisms (adaptive and/or maladaptive,
Vaillant et al., 1986). For example, from an adaptive perspective, such
mechanisms may, therefore, once have been conscious strategies (and adaptive)
that become unconscious through leaming and successful development.
Alternatively, defenses that are unconscious (and maladaptive) can become
conscious via intervention and worked upon (perhaps in a therapeutic sense) in
order to eradicate them. Such intervention might involve heightening the

individual’s awareness of their maladaptive defenses, which then potentially
provides them with the opportunity to evaluate impact and consider change. The

point of conscious strategies becoming unconscious via repetition relates to the

work of Gould et al. (1993a), which was highlighted previously in the review.
Within Gould and colleagues’ study it was the medallists who were able to

implement coping strategies automatically and manage situations in a manner

that could be conceptually described as nonconscious in context.

Emotional regulation at the low conscious or awareness level is thought to direct

attention towards or away from an emotional experience (Mayer and Salovey,

1995). For example, a football player who has not performed well and is on the
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verge of losing their place in the team may divert their attention either towards
this 1ssue or away from it. If the player directs their attention away from potential
non-selection, this could be problematic as initial attention to the problem and
awareness of emerging emotions are cited as pre-requisites for further mental
processing (Mayer and Salovey, 1995). The continuation of mental processing
can however, lead to an adaptive or maladaptive emotional response. Concerns
over the former response are reinforced in the work of Mayer et al. (1991) who
cite an individual’s active engagement in processes that avoid or suppress
emotional pain as a strong indicator of depression. In summary, inattention to
emotion is thought to impede conscious processing whereas the higher conscious
regulation of emotion concerns active reflection, attending to and monitoring of
emotion. The relationship between the low and high conscious levels
- (highlighted previously in the review with regard to emotional construction)
reappears again in terms of emotional regulation. Conceptually this is not
surprising as Mayer and Salovey (1995) do acknowledge the distinction between

construction and regulation as being ‘fuzzy.’

Emotional regulation at a high level of consciousness or awareness occurs at a
reflective level and is described as “...more temporally extended, more

memorable, and more plastic than direct regulation” (Mayer and Salovey, 1995;
p203). A great deal of intrigue surrounds this high level of consciousness. This
may be due to the reflective nature of the process and therefore the scope for
exploration it offers both practitioners and researchers who endeavour to

understand an individual’s emotional experience. It is at this point (high

consciousness) that interchangeable use of terminology i.e., mood or emotion
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becomes apparent in the literature but this does not appear to be an issue of
concern (In this literature base at least). Mayer and Salovey (1995) claim that
research focusing upon regulation at the higher level of consciousness concerns
regulation of mood rather than emotion. The interchangeable or selective use of
different terms (i.e. mood and emotion) does not generate any confidence in the
view that the two terms differ in any major conceptual way. Similarly within the
sport psychology literature Vallerand and Blanchard (2000) reveal that the terms
mood and emotion are often used interchangeably. Definitional problems have
been cited concerning mood and emotion (Hanin, 2000) but it 1s not the purpose
of this review to deliberate upon these definitional issues. It does seem that the
differential use of terms could be a source of confusion for readers and therefore
within the current thesis the term emotion rather than mood will be utilised

(unless explicit reference is made to mood within an E.L context, for example,
Bar-On (1997) cites mood as a component of E.L). This appears to conform to

the seemingly increased use of the term emotion within the sport psychology
literature and is deemed appropriate in referring to a concept labelled as E.I. Ina
similar example the terms reflective and meta-experience are often used
interchangeably. A distinction between meta experiences concerning the
evaluation and regulation of mood is expanded upon and explored by Mayer and
Salovey (1995). They note that the meta evaluation dimensions of mood include;
clarity, attention, ambivalence, acceptance, typicality and influence. For meta
regulation of mood, research has focused upon three dimensions, namely; mood
repair, mood maintenance and mood dampening. In terms of applying E.L

theory to meta experiences, it seems logical that adaptive experiences would
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provide evidence of an individual’s capacity to demonstrate an enhanced

understanding of their emotions.

A developmental perspective on E.I. can be deduced from the threefold
framework presented by Mayer and Salovey (1995). The three corresponding
themes, namely, orientation, involvement and expertise comprise of an
acknowledgement of the learning of emotion (orientation), openness to emotion
(involvement) and expert knowledge about feelings and regulation (expertise).
These are regarded as qualities individuals have relative to the level of awareness
or consciousness they operate at. It could be said that individual’s operating at a
higher level of consciousness or awareness can be labelled as possessing a high
level of E.I. (emotional expertise). In contrast, individuals who operate at the

non-conscious level could be regarded as demonstrating low E.I. (emotional
orientation). This proposed classification system, that links an individual’s level

of EI with their level of consciousness, stems from the developmental
perspective proposed by Mayer and Salovey (1995). If high levels of E.L are to
be aligned with emotional expertise and low levels of E.I. are associated with
emotional orientation then emotional involvement could consequently be
regarded as a mid level of E.I. The proposed framework that locates a low level
of consciousness or awareness to a mid level of E.L is not ideal in a semantic
sense. It would be more symmetrical for the term used to refer to the level of E.L
to be the same as the term used for consciousness or awareness, which is the case
for the high level of consciousness (emotional expertise) i.e., a high level of E.L.
A low level of consciousness associated with a mid level of E.I. may lead to

confusion for the reader. One alternative would be to use the corresponding
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themes (orientation, involvement, expertise) in association with the broad
classification levels of E.L rather than levels of consciousness. This would act to
limit any potential confusion. Within the literature Mayer and Salovey refer
(sparingly) to the low level of consciousness or awareness as the mid level. The
following quotation by Mayer and Salovey (1995; p, 202), referring back to the

level of consciousness they had previously labelled within the text (and subtitle)

as the low level, illustrates this point “Earlier, we noted that mid-level conscious

construction of emotions can occur as people reframe their situations...”

1.7 Consolidating a Conceptual Framework; Notions of Progression

Given E.L is identified as operational at all three levels (orientation, involvement
and expertise) the context of the situation and thus the environment that the
individual is in may predispose or encourage them to operate at a non, low or
high level of awareness or consciousness at any moment in time. However, the
extent of this flexible response is dictated by what might be termed as their
‘conscious ceiling’ (be it orientation, involvement or expertise). Aside from this,
Mayer and Salovey (1995) also acknowledge a critical individual knowledge

base upon which construction and regulation of emotion are informed.

Mayer et al. (2004) infer that E.L is relatively stable but they support the idea
that emotional knowledge can be acquired. When all of Mayer and colleagues’
conceptual components are considered it appears that the level of consciousness
(non, low or high) is the foundation point around which emotional activity is
engaged. For example, if an individual is operating (mostly) at a high level of

consciousness and has attained ‘emotional expertise,” then operating at this
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reflective level would appear to increase their capacity to inwardly digest and
evaluate emotional knowledge. In contrast, an individual operating (mostly) at a
non-conscious level, ‘emotional orientation,” is unlikely to acquire emotional

knowledge to the same extent.

Mayer et al. (2004) also state that their perception of E.L entails an appreciation
and understanding of the term intelligence. Within the literature Mayer et al.
highlight the criteria for a traditional - intelligence and explain from their
perspective how E.L fulfils this criteria. For E.L to fulfil this criteria firstly there
must be correct answers to the E.I tests. Secondly, patterns similar to other
known intelligences should be displayed and finally, E.I. should develop with
age. It is the potential for development of E.I. and/or the acquisition of emotional
knowledge that is of interest within this research project. The notion that E.L

develops with age seems logical given an increase in emotional knowledge is

expected to be absorbed over the encounters of a life span, yet this intuitive
position has not received unequivocal support. The developmental trend in E.L
was examined by Bar-On (1997) who revealed significant differences
(acknowledged as relatively small in magnitude) between older and younger
groups (North American normative sample, n=3,831). The older groups obtained
higher scores on the Emotional Quotient Inventory (detail on the EQ-i is
provided later in the review). Mayer and colleagues’ (1999) examined
developmental trends in E.I between adolescent and college students, similarly
to Bar-On (1997) they concluded that the older group i.c., the college students
scored higher on the Mayer, Salovey, Caruso E.I. Test (detail on the MSCEIT is

provided later in the review). In contrast to these studies exploration of E.L
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development across college years by Gohm and Clore (2002) via the
implementation of the MSCEIT did not reveal an increase in E.I. with age.
However, their age range was regarded as limited (Mayer et al. 2004). It is
important to note that it is difficult to compare studies in terms of a difference or

a consensus in findings when different measurement tools i.c., the EQ-1 and the

MSCEIT have been utilised.

1.8 Revisiting the Bar-On Perspective of E.IL

The present discussion now turns to the Bar-On model of E.I. and will expand
aspects of the earlier discussion. The detail provided with regards to the Salovey
and Mayer (1990, Mayer and Salovey, 1995) conceptualisation of E.L

encourages the following review to become increasingly analytical and critical in

- tone.

As previously cited within the earlier introduction, Bar-On (1997; p16) defines
the concept of E.L as, “An array of non cognitive capabilities, competencies and
skills that influence one’s ability to succeed in coping with -environmental
demands and pressures.” The use of the term ‘noncognitive’ within this
definition does not align with the earlier sentiments of Salovey and Mayer (1990,
Mayer and Salovey 1995) who refer explicitly to cognition i.e., the understanding
of emotion and the reflective regulation of emotion, are core elements within
their conceptualisation of E.I. This cognitive emphasis is reinforced by Mayer et
al. (2004; p197) via their proposal that E.I. operates on ¢...hot cognitions dealing
with matters of personal, emotional importance to the individual.” In contrast,

use of the term ‘non cognitive’ by Bar-On appears to be open to interpretation.
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One possible explanation may be the association and historical reference to
Wechsler (cited in Bar-On, 2005) who was concerned with social intelligence
and referred to the influence of non-intellective factors on intelligent behaviour.
It could be that Bar-On’s (1997) use of ‘non cognitive’ is intended to allude to or
be aligned with non-intellective. Nevertheless, and in a broader context, Bar-
On’s (1997) conceptualisation of E.IL is different to that of Salovey and Mayer
(1990, Mayer and Salovey 1995). More recently Bar-On (2005) refers to the
earlier work of Salovey and Mayer (1990) and the way in which originally
Salovey and Mayer viewed E.L. in association with social intelligence. Based
upon this and the intrapersonal (self/emotional) and interpersonal (others/social)
nature of intelligence (Gardner, 1983) Bar-On (2005) claims it is more accurate
for E.I to be termed Emotional-Social Intelligence (E.S.L.). Bar-On (2005; p3)

reveals that “...emotional-social intelligence is a cross section of interrelated
emotional and social competencies, skills and facilitators, that determine how

effectively we understand and express ourselves, understand others and relate
with them, and cope with daily demands.” The emphasis within this definition
still appears to be placed upon specific competencies (in contrast to cognition).
That point aside, the latter part of the definition does acknowledge understanding
of ‘ourselves’ and ‘others’, and this would seem to relate to the cognitive

(evaluative) nature of E.I. (Salovey and Mayer, 1990; Mayer and Salovey, 1995).

In order to avoid confusion the alteration in terminology from E.IL to E.S.I. (Bar-
On, 2000, 2005) will not be conformed to. The concept that is being discussed

within this research project will continuously be referred to as E.I.
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There are five major components within the Bar-On (1997) model of E.L that
comprise of fifteen subcomponents (see table 1.2). The five major components
form the basis of Bar-On’s (1997) model and are as follows; Intrapersonal,
Interpersonal, Stress Management, Adaptability and Mood. The intrapersonal
(selt/emotion) and interpersonal (others/social) components concern awareness..

Stress management concerns the constructive management and regulation of

emotion. Adaptability concerns the management of change and finally mood
concerns motivation (Bar-On, 2005). Identification of these five major
subcomponents enables further discourse on the Bar-On and Salovey and Mayer
approaches to E.I. Both Intrapersonal (self/emotion) and Interpersonal
(others/social) are aspects of intelligence that are integrated within both
approaches. Awareness of self and others, in terms of understanding emotion is
key within both conceptualisations of EI. Bar-On (1997) identified stress
management as one of the major subcomponents of E.I. and regulation of
emotion was also cited earlier in the present review by Mayer and Salovey
(1997) as a component of E.I. Mayer and Salovey’s (1997) acm;)wledgement of
the regulation of emotion is accompanied by detail concerning the level of

consciousness/awareness. Although not in the same context, Bar-On (1997) also
regards awareness as a feature of E.L in association with the intrapersonal and

interpersonal nature of intelligence. A major subcomponent of E.IL is labelled by
Bar-On (1997) as adaptability and described as change management (Bar-On,
2005). Given the description of adaptability refers to change, intuitively 1t would
appear that adaptability corresponds in a sense with what was earlier referred to

within the review as Strategic E.I. (Mayer et al. 2002). Strategic E.I. (see figure

1.2) involves a higher level of processing that concerns strategic emotional
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change and as stated previously is a perspective that will be developed later in

the thesis.

The fifth and final subcomponent of E.I. presented by Bar-On (1997) is mood.
Mayer and Salovey (1995) refer to mood at the higher level of consciousness
(emotional expertise) as they claim research at this level of consciousness has
concerned mood rather than emotion. The dimensions of mood referred to by
Mayer and Salovey (1995) in association with meta experience were cited earlier
in this review. Bar-On (1995) labels mood as a component of E.I. and associates
mood with self-motivation. Motivation and emotion have previously been
coupled and explored by researchers (e.g. Weiner, 1985). Izard (1993) proposes
that emotions represent a motivational system. Within sport psychology it is
deemed advantageous to explore which emotions inform specific motives
because this could enable predictions of sporting behaviour (Vallerand and
Blanchard, 2000). Lazarus (1991; 2000a) discusses how cognition, motivation
and emotion interrelate. Arguably from a Bar-On (1997) perspective of E.L. (1.e.
reference to self motivation) the work of Lazarus is of relevance. Lazarus (1991;
2000a) proposed that cognition and emotion are perceived as reciprocal, emotion

is deemed as a response to meaning but also informs future meaning and emotion

(Lazarus, 1991; 2000a). This means that emotion is both an antecedent and an
outcome. Emotion always concerns and is generated by the person-environment
relationships involving harm or benefit i.e., termed relational (Lazarus, 2000a).
Someone’s underlying motivation enables us to understand what makes an
encounter (person-environment) relevant, a source of harm or benefit and

therefore emotional in one way or another. Lazarus (2000a; 2000b) refers to
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motivation as a dispositional variable in the form of goals that an individual has.
In terms of explaining motivation from a person-environment perspective, the
goals that an individual has inform the meaning of the encounter between self
and the environment in an agitating context, and this (in turn) has the potential to
activate the individual’s disposition to attain the goal. In other words, an
individual has a goal and may perceive the environment to be conducive to them
attaining their goal. Motivation in this sense is described in both transactional
and dispositional terms (Lazarus, 2000a; 2000b). As personal motives have been
identified by Lazarus (2000a) as integral to the theory of emotion, it seems
plausible to suggest this should also be the case from an E.I. perspective.

However, references to personal motives are not apparent within the E.L

literature.

1.9 The Mayer and Salovey and Bar-On Perspectives of E.I.

A dual interpretation of the Salovey and Mayer and Bar-On perspectives of E.L
can lead to thoughts concerning the divergence of the approaches but also the
similarities. Identification of the same areas and the corresponding use of
terminology within both perspectives enable similarities to be highlighted at what

may be perceived to be a surface level. Divergence between the approaches can

be articulated also with reference to alternative areas of focus. It has been
revealed within the review that Salovey and Mayer focus upon the cognitive
nature of emotion whereas Bar-On is concerned with specific competencies and
adopts a behavioural approach to E.I. This is illustrated via their inclusion as two
different conceptual models of E.JI. within the Encyclopedia of Applied

Psychology (Speilberger, 2004; cited in Bar-On, 2005). It is not uncommon for
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alternative definitions of concepts to exist within the field of psychology and this
has proved to be the case within the E.I literature. Commenting on this

divergence Gohm (2004; p223) proposed that, “The field may benefit from

investigation of different definitions... lack of a consensual definition is not a

catastrophe.”

1.10 Measurement Issues and E.I.

Within the E.I literature differential conceptualisations of E.I. also reflect
different measurement approaches. Earlier within the review two measurement
tools that can be implemented to estimate an individual’s level of E.I. were cited
i.e., the Emotional Quotient Inventory (EQ-i) and the Mayer, Salovey, Caruso,
Emotional Intelligence Test (MSCEIT). The EQ-i derives from the theoretical

' perspective of Bar-On (1997). 1t is a self-report based measure that includes 133
statements in the form of short sentences. Respondents are required to indicate

on a likert scale (1 to 5) whether or not the statements are a true reflection of
them (e.g. 1. very seldom or not true of me and 5. very often true of me). It is not
unusual for researchers to be critical of self-report based measures. A limitation
of using self-report based measures is the fact that the individual is responsible
for the evaluation of their own performance. Implementation of the EQ-i requires

individuals to provide answers about themselves, which provides an estimate of
their level of E.I. Gohm (2004) claims that individuals are not necessarily adept
at evaluating their own performance and highlights a concern in relation to
investigating E.I. as a self-perceived ability. Despite this concern Bar-On (2005)
reveals that the EQ-i is the most used test of E.I. to date however the EQ-1 was

the first measure to be published. Detail on the EQ-i and relevant methodological
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1ssues are referred to within phase one (2). The MSCEIT is an ability-based
measure of E.I., which in contrast to self-perceived ability measures, researchers
have stated a preference for to move the field of E:I. forward (Gohm, 2004;
Matthews et al., 2004, Daus and Ashkanasy, 2005). The MSCEIT provides a
total E.L score and scores for the four branches of E.IL (appraisal and expression
of emotions, use of emotions to facilitate thought, understanding of emotions,
regulation of emotions, Mayer and Salovey, 1997). The MSCEIT targets an
individual’s emotional knowledge and the scores that are provided reveal the
knowledge that the individual has in relation to the four identified branches of
E.L This can be problematic, for example, an individual may know how to act in
a specific situation but it does not mean that he/she will necessarily act in
accordance with that knowledge. Gohm (2004) claimed evidence is required to

reveal how high scores on the MSCEIT are reflected in behaviour. Conte (2005)
revealed that there is concern regarding both self-report based (e.g. discriminant

validity) and ability measures of E.I. (e.g. scoring). The different definitions
proposed by Bar-On and Mayer and Salovey are reflected within the response
formats to the tests and within the E.L literature critical of E.I. measures. Conte
(2005) suggested that there are few researchers within the field of E.I. who are
specific about what they measure. It is maybe not surprising that questions have
been asked within the literature concerning if measures of E.I. are in fact
measuring the same construct (Matthews et al., 2002). Studies on the
comparability of E.I. measures (Mayer ef al., 2000 Brackett and Mayer, 2003)
have discovered a minimal relationship between them. Specifically the MSCEIT
and EQ-i were compared and indications were that the tests share approximately

4% of their variance. A correlation of 0.21 existed between the scales of the two
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tests (Brackett and Mayer, 2003). This represents a divergence between the two
perspectives and their measures of E.I. The differential nature of definitions and
tests does not appear to detract from the quantitative measurement of E.L
Gowing (2001) notes that E.I. measures have been used in a developmental sense
but comments on a trend leaning towards the implementation of using measures
of E.I. for selection purposes. Conte (2005) expresses concern over the
implementation of E.I. measures for selection purposes. Mayer et al. (2003;

p104) insist, “...the applied use of E.I. tests must proceed with caution.”

A critical issue within the literature relates to changes that have been made to E.IL.
measures i.e., the Multi Factor Emotional Intelligence Scale (MEIS) to the
MSCEIT and revisions have been made to the EQ-i. Landy (2005) reveals that
both meta analysis and longitudinal designs become impossible when
measurement instruments are changed and is critical of the E.I. measures.
Specifically referring to them as ‘moving targets’. Daus and Ashkanasy (2005)
do not consider this to be a valid point and refer to the four critical stages of
construct development. The first stage is the proposal of a construct within the
academic literature. The second stage entails attempts to measure the construct.

The penultimate stage concerns the evaluation of the measures i.c., psychometric

properties (reliability and validity). The evaluation and scrutiny of the measures
results in the final stage of construct development, which involves revisions.
Daus and Ashkanasy (2005) do not view the changes to E.I. measures
(specifically the MEIS to the MSCEIT) as problematic. In contrast to Landy

(2005), Daus and Ashkanasy (2005) chose to applaud the developmental process

undertaken by Mayer and colleagues.
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A concern within the literature regarding the use of E.I. measures for selection
purposes has previously been acknowledged (Conte, 2005). The consequences
for an individual who is involved in a measurement and selection process is
highlighted by Fineman (2004; p720) “...people come to be captured in an
emotional number that can bear but crude resemblance to the complexities of
their own affective life, yet (this) can have marked consequences for how they
are seen and managed” (parentheses added). Consequently Fineman (2004)
regards the measurement of emotion as both problematic and restrictive. Emotion
is dynamic and complex, comprising of a range of layers including, the brain, the
body, our upbringing and culture (Sturdy, 2003). Despite the complexity of
emotion a predominantly hegemonic approach has been adopted within the E.IL
literature. Explanations for this potentially include édherence to the four critical
stages of construct development (Daus and Ashkanasy, 2005). Psychometrics
and the quantification of psychological qualities have a long history and enable
researchers to explore causality. Examples of this can be located within research
on emotion and occupation, i.e., pride and job satisfaction or low attendance and
anxiety are areas whereby the quantification of emotion has led to the
establishment of causal relationships between emotion and other variables (e.g.
Weiss and Brief, 2001). Fineman (2004) cites other explanations for the
quantitative measurement of emotion including the replication by psychologists
of applied methods used by physical scientists and the reinforcement of the
measurement method within key journals i.e., ‘good research is quantitative
research’ (Fineman, 2004; p722). It is perhaps not surprising that initial reference

to and exploration of E.I. within the sport psychology literature conformed to the

42



quantitative approach adopted within the E.L literature base. Specifically Zizzi et
al (2003) explored the relationship between E.I. and performance in a sample of
Division I baseball players. Potential correlations between E.I. scores and
performance statistics were explored. Zizzi et al. (2003; p266) concluded that,
* e componénts of emotional intelligence appear to be moderately related to
pitching performance, but not related to hitting performance.” An interpretation
of this finding alluded to the work of Mayer and Salovey (1997), with regard to
appraisal, understanding and regulation of emotion. Zizzi and colleagues propose
that this complex process (appraisal, understanding and regulation) assumes the
individual has time to cope with the presenting situation. For pitchers this would

seem to be the case but that is in contrast to hitters who must respond in a split

second (Zizzi et al., 2003).

1.11 Thoughts on Alternative Methodologies

The sport psychology literature does comprise of qualitative research that has
explored how individuals cope and manage with stress (see earlier section of
literature). Although a critique of the qualitative sport psychology literature
reveals the predominant use of interviews. More specifically, Biddle et al. (2001)
highlight interviews as the foundation of qualitative research in sport
psychology. A desire and established need for greater methodological diversity
within qualitative research has been expressed (Biddle et al., 2001). To consider
the issue of methodological diversity within qualitative research it is appropriate
to access literature on research paradigms. Prior to this it is important to identify
the meaning of key terms that are used in association with paradigms. These

include firstly, ontological, i.e., the nature of reality. Secondly, epistemological
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i.e., the relationship between the inquirer and the known and finally,
methodological 1.e., how do we know the world or gain knowledge from it.

Specifically it is reference to particular ontological, epistemological and
methodological beliefs that enable the identification or alignment of research

within a particular research paradigm (Denzin and Lincoln, 1994).

The following brief review of research paradigms aims to provide an insight into
the developments of qualitative inquiry. It is also intended to empower the reader
with knowledge of paradigms before the location of the theoretical paradigmatic

positions of the studies within the thesis are explored (this will occur within

unfolding stages of the thesis).

- The research paradigms will now be referred to in a chronological format. This is
a reflection of the work by Denzin and Lincoln (1994; 2000) who identify the
shifting landscape of qualitative research with reference to pivotal moments in

history.

Denzin and Lincoln (1994; 2000) identify the traditional period (early 1900’s
until World War II) as an era in which qualitative researchers focused upon

providing objective accounts of their research. The interpretation of their work as
valid, reliable and objective was paramount. Consequently, the researcher’s

account of their work was informed and thus shaped by the positivist scientist

paradigm.



The Modernist phase (post war years to the 1970’s) is associated with an
emphasis on rigour. Denzin and Lincoln (1994) suggested this was an extended
phase of the traditional period whereby qualitative methods were aligned with
quantitative methods. More specifically, it was suggested that researchers
“..combined open-ended and quasi structured interviewing with participant
observation and the careful analysis of such materials in standardised, statistical
forms.” (Denzin and Lincoln, 1994; p8). Qualitative work in the modernist phase

was consequently referred to in association with positivism and postpositivism.

The Blurred genres (1970-1986) moment was epitomised by diversity.
Qualitative researchers had increased knowledge and access to a range of
paradigms, methods and strategies in relation to their research. Notably this
period witnessed a rise in power of the naturalistic, postpositivistic and
constructivist paradigms. Given the range of data collection and analysis
techniques present within this period, the issue of judgement criteria utilised on
forms of qualitative inquiry was significant. The replication perspective, which is
a view that assumes no special differences between positivistic inquiry and
qualitative research, was abandoned. The parallel perspective emerged 1.e., a

view that qualitative research symbolizes dissociation from the positivist view

was established. In terms of judgement criteria the work of Lincoln and Guba
(1985) was central to this. The legitimisation of qualitative research was subject
to what Lincoln and Guba (1985) defined as trustworthiness criteria. The
trustworthiness criteria comprised of credibility, transferability, dependability
and confirmability. Each component of trustworthiness criteria can be aligned

with concepts associated with rigour in quantitative research. Credibility (aligned
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with internal validity) entails prolonged engagement by the researcher, persistent
observations, triangulation, referential adequacy, peer debriefing and member
checks. Transferability (aligned in a quantitative sense with external validity)
entails thick description and purposive sampling. Dependability (aligned in a
quantitative sense with reliability) entails overlap of methods, stepwise
replication and inquiry audit. Finally, conﬁrrhability (aligned in a quantitative
sense with objectivity) represents the degree to which the findings are a product
of the focus of the inquiry and not a result of researcher bias. This can be
achieved through the production of an audit trail, which enables the auditor to

determine if the conclusions, interpretations and recommendations that are made

can be traced to the sources of information.
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Chapter Two

Phase One (a)
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2.1 Introduction

The ability to measure E.L is an apparent desire of researchers within the E.L literature.
Indeed it has been revealed that differential conceptualisations of E.I. also reflect
different measurement approaches (Bar-On, 1997; Mayer and Salovey, 1997). A number
of studies within the E.L literature have utilised psychometrics (measurement tools) to
measure E.I. More 'recently debates have centred around the advantages and
disadvantages of specific psychometrics i.e., self-report based (EQ-i) and ability based
(MSCEIT) measures (see measurement issues in E.I. within the literature review). The
measurement of E.I. pervades the E.I literature, therefore with Bar-On (1997; pl12)
recommending that the “...EQ-1 be used as part of a larger evaluation process, together
with other assessment methods and collateral information...” it seemed logical to begin
this research project via the utilisation of an E.I. psychometric, whilst also being mindful

of the potential in adopting a qualitative approach to explore E.I. Given these

considerations, quantitative data would represent an important adjunct to the subsequent
qualitative data. Given that neither psychometric associated with the two predominant
perspectives of E.I. (Bar-On, 1997; Mayer and Salovey, 1997) have been utilised within a
sporting context, the quantitative data that the researcher would obtain by completion of

an E.I. psychometric by football scholars, could be (as previously mentioned) aligned

with qualitative data obtained from the same recipients. This exercise would offer the
researcher scope in terms of both gauging the transferability of an E.I. psychometric to

sport (specifically football) and exploring potential alignment of the quantitative and

qualitative data. In this sense, phase one (a) serves to provide the researcher with a

parallel data source.
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Before engaging in phase one (a) it was necessary for the researcher to decide which E.L.
psychometric could be used. It was important to consider the potential of the academy
scholars to be able to complete the selected psychometric with minimal problems. The
decision to utilise either the self-report (EQ-i) or ability based (MSCEIT) measure was
discussed and debated with the researcher’s supervisory team. Both psychometrics were
obtained in order to increase the integrity of the decision and the researcher consulted
with relevant literature on the different psychometrics (Bar-On, 1997, Mayer and
Salovey, 1997). An informed decision was made and the EQ-i was deemed to be
increasingly versatile and viable, in terms of the format (short statements and choice of
responses) and the scholars’ ability to complete it. Distribution and completion of the

EQ-i will enable the researcher to ascertain the viability of the EQ-i within football and

therefore address objective 1 of the thesis.

Finally the researcher was aware that although primarily phase one (a) provided a parallel
data source (used within phase one part b), the quantitative data (E.L scores) that emerged
enabled exploration of the proposed developmental trend in E.I. (increase in E.I with
age). This developmental trend has been commented upon by researchers prior to and

after the completion of phase one (a) (Bar-On, 1997; Mayer et al., 1999; Mayer et al.,

2004; Bar-On, 2005). However, as previously acknowledged (within the literature
review) it is difficult to compare studies in terms of a consensus or differences in findings
concerning this developmental trend, when different measurement tools have been used.

The researcher was granted access to a range of academy scholars at different clubs from

different cohorts i.e., 1%, 2" and 3™ year scholars were involved in this phase. The
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variation in the age of the scholars enabled the researcher to evaluate potential differences
in E.I. with age. Consequently, the scores obtained via the implementation of the EQ-1
were subject to statistical analysis. This comparative approach (in terms of age and E.L
scores) was extended to the club that the academy scholars attended. Similarly to age,
club was another factor used to differentiate the scholars who participated. Specifically,

both club and age were posed as independent variables with the potential to impact the

E.I scores of academy scholars.

2.2 Methodology

2.2.1 Participants

The EQ-i (Bar-On, 1997) was completed by academy scholars (n=90) across a range of
age groups (16-19 yrs) from English Premier League football clubs (n=5). The Head’s of
Education and Welfare at each academy were responsible for enabling the researcher

access to the scholars and therefore selected the scholars who participated. The Ethics

Committee of Liverpool John Moores University approved this phase.

2.2.2 Measurement Tool
2.2.2.1 EQ-i Psychometric

The Bar-On (1997) EQ-i was selected. The EQ-i is a self-report measure containing 133
statements to which the scholars must select the most appropriate response. The

multidimensional nature of the EQ-i provided a total EQ score and a score for the five

50



subcomponents and further fifteen components of E.I. (see table 1.2 within literature

Ieview).

2.2.2.2 EQ-i,; Reliability and Validity

Bar-On (1997; p99) stated ©...validity attempts to determine how well an inventory is
measuring what it was designed to measure; reliability is concermed with how
consistently it measures what it is supposed to measure.’ Statistical analysis conducted on
the reliability and validity of the EQ-i provides empirical justification for its use in a
range of contexts. A Cronbach alpha coefficient of 0.76 (average score from subscales)
and an average retest reliability coefficient of 0.75 (after four months) demonstrated the

reliability of the EQ-i (Bar-On, 1997). Furthermore Bar-On (1997) revealed that the EQ-1

fulfils the requirements of content and face validity.

2.2.3 Research Design

A two phase administration procedure took place at all the football clubs:

2.2.3.1 Familiarisation and Consent
The researcher explained to the scholars at each club that their involvement would enable
the process of exploring the concept of E.L within a football specific context to begin.

Questions from the psychometric were cited verbally by the researcher to the scholars,
providing them with a clear indication of the format and content of the EQ-i. This
assisted in the establishment of trust and helped to ensure that participants were fully
aware of the research process (Mahon et al., 1996). Following this introduction the

opportunity for interaction with the researcher was provided. With reference to ethical
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issues (Mahon et al, 1996), disclosure was discussed and prior agreement to provide
participating scholars (at their request) with their individual ;‘eports was agreed upon. It
was stressed that the individual results would be confidential. This phase allowed the
researcher to gain informed consent (verbal) from the scholars (Bar-On, 1997). Formal
consent had been previously obtained from the Heads of Education and Welfare at each

of the academies, who effectively adopted the role of ‘gatekeepers.” (Hood et al., 1996).

2.2.3.2 Distribution and Completion

Bar-On (1997) specified a quict environment was required for completion of the EQ-i.
The scholars completed the psychometric within their academic environment (provided
by the academies). The researcher distributed the EQ-i materials (item booklet and
response sheet) and the following key information was provided:

e There is no time limit for completion of the psychometric.

* There are no right or wrong answers.
e An “X” through the original response must be made to indicate a change in response.
* One response for all items of the inventory is required for successful completion.

* Confidentiality is assured.

(Adapted from Bar-On, 1997)

The researcher visually scanned completed response sheets in order to ensure a response

was provided for every question. The scholars were thanked for their participation.
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2.2.4 Data Reduction
The response sheets were mailed to MHS (Multi Health Systems) for scoring. The

feedback report selected was the Individual Summary Report (I.S.R.). The selection of

this report was due to the raw data it provided (responses to all items are listed). This

enabled statistical analysis to take place.

2.2.5 Statistical Analysis

A general linecar model was employed to examine the effect of the independent variables
of age (3 levels) and football club (5 levels) on the dependant EQ-i scores. The analysis
was conducted on the total EQ-1 score and on each of the five major subcomponents of
E.L (see table 1.1 within literature review). The age categories were; first year scholars

(16/17 yrs) second year scholars (18 yrs) and third/final year scholars (19 yrs).

Significant interactions for EQ-1 scores were followed up with a post hoc test. The test
consisted of a one way general linear model for clubs with three levels followed by a
Student Neuman-Keuls post hoc test. For clubs that had two age levels an independent
sample t-test was performed. All data were analysed using the Statistical Package for the

Social Sciences (SPSS) version 12 (Illinois, USA). An alpha level of P<0.05 was set to

indicate statistical significance.

2.3 Results

The total EQ-i scores were not significantly different when compared between clubs or

between age groups. Similarly the stress management and adaptability subcomponents
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were not significantly different when compared between clubs or between age groups.

Significant interactions (club*age) were discovered for three of the five subcomponents
(Intrapersonal, Interpersonal and Mood) of E.I. However, age and club did not

independently reveal a significant difference in E.I. scores.

2.3.1 Intrapersonal

The analysis revealed a significant interaction between club and age (Fo4) = 4.71; P
=0.002), 1dentified by post hoc analysis to be within club 1 and club 4 (see figure 2.1).
The intrapersonal score was significantly lower in the third year scholars within club 1
compared to the first and second year scholars (P=0.021), whereas in club 4 the

intrapersonal score for third year scholars was significantly higher than that of the first

year scholars (P=0.004).

2 3 3 5

Club

Intrapersonal Score

st year scholars B 2nd year scholars  3rd year scholars

Figure 2.1 Intrapersonal scores for each age group within each club. Bars indicate mean
and standard error for each age group. *Statistically significant difference (P<0.05)

between age groups within each club.
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2.3.2 Interpersonal
The analysis revealed a significant interaction between club and age (Fp4) = 2.54; P
=0.046). The interpersonal score within club 4 was significantly higher in the third year

scholars compared to the first year scholars (P=0.056). This is illustrated within figure

22
® 120 - )
§ 100 -
"E 80 ¥
6 60 -
i
o 40 -
Q.
s 20
= 0- _ T | | :
1 2 3 4 =

Club

! B 1styear scholars B 2nd year scholars ~ 3rd year scholars |

Figure 2.2 Interpersonal scores for each age group within each club. Bars indicate mean
and standard error for each age group. * Statistically significant difference (P<0.03)
between age groups within each club.

2.3.3 Mood

The analysis revealed a significant interaction between club and age (Fp4) = 2.96; P
=0.025). The score for mood within club 4 was significantly higher in the third year

scholars compared to the first year scholars (P=0.005). This is illustrated in figure 2.3.
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Mood Score

2 3 - 5

Club

\,. 1styear scholars B 2nd year scholars  3rd year scholars

Figure 2.3 Mood scores for each age group within each club. Bars indicate mean and

standard error for each age group. * Statistically significant difference between age
groups within each club.
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2.4 Summary
Successful administration and completion of the EQ-i in phase one (a) enabled the

resecarcher to acquire quantitative data (E.I. scores). Generic E.I. scores and
subcomponent scores were obtained for academy scholars (n=90) across five clubs.
The results of phase one (a) revealed that E.I. scores were not affected by age. This
finding does not concur with that of Bar-On (1997). The minimal age range used
within this study (compared to that of Bar-On) could be cited as a contributing factor
to this result. Furthermore, similarly to age the club the scholars attended did not
affect E.I. scores. However, significant interactions between club and age were
discovered with reference to three of the five subcomponents of E.L (intrapersonal,
interpersonal and mood). Significant differences between intrapersonal scores within
age groups were observed in club 1, as 3™ year scholars (older age group) obtained
significantly lower intrapersonal scores compared to the 1% and 2™ year scholars

(lower and middle age groups). In contrast the 3™ year scholars (older age group) in

club 4 obtained significantly higher scores than the 1% year scholars (lower age
group). It is again with reference to club 4 that significant differences between
interpersonal and mood scores for different age groups were also observed. The 3"

year scholars (older age group) obtained significantly higher scores for both the
interpersonal and mood subcomponents of E.I. compared to the 1% year scholars

(younger age group) at the club. In view of these findings and the consistent
references made to club 4 it is important to note that at this club only 1% yr and 3" yr
scholars participated and therefore, the absence of scores for 2™ year scholars may
have affected the results. An unbalanced design is a limitation of this phase. Indeed
any conclusions made as a result of the statistical analysis were tentative as the
researcher was not aware of the E.L scores of the scholars when they first attended the

academy. It is therefore not possible as a result of this phase to reveal if the E.I. scores
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of individual scholars have decreased or increased with age. A test-retest design
would enable firm conclusions to be made. However, phase one (a) was primarily

undertaken to ascertain the viability of the EQ-i within football (objective 1). This
was confirmed as a result of the successful administration, completion and data
reduction aligned with the EQ-1, which provided E.L scores for academy scholars. -

Significantly phase one (a) provided the researcher with a platform to engage in a

qualitative approach to E.IL

The method adopted and the data that emerged within phase one (a) was informed by

Bar-On (1997). Exploration of the Salovey and Mayer (1990; Mayer and Salovey,

1997) perspective of E.I. (referred to within the literature review) and the intuitive

associations between the E.I. and sport psychology literature (highlighted within the

literature review) was not undertaken at this stage. In order for a wider range of

conceptual positions to be embraced by the research, alternative forms of data

collection were considered.
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Chapter Three

Phase One (b)
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3.1 Introduction

When looking ahead to the possible methodological directions that a research
programme might take, it is helpful to revisit associated literature sources to identify
trends in data collection. For example, Lazarus (2000a; p232) had revealed that a
contemporary qualitative focus on individual calibrations of emotion provides “...a
rich and useful analytical tool for characterizing, understanding and influencing most
of life’s adaptational struggles.” From an E.I. perspective Mayer and Salovey (1997)
also specified the understanding of emotion as an integral component of E.I. and, in
so doing, supported a discrete approach to the understanding of emotion (Lazarus,
2000a; 2000b). If this project is to explore at a conceptual level the way E.I. appears
to manifest and function in a football culture, then the recent qualitative developments
in sport psychology seem to suggest a way forward (Dale, 1996; Hanin, 2000 Biddle
et al, 2001); a means to getting underncath the numerical data offered by the

psychometric route. With an apparent emphasis on the qualitative nature of emotion

(Lazarus, 2000b; Hanin, 2000), it seems that movement towards a form of qualitative
research would be vindicated. Furthermore, Bar-On (1997) advised that the EQ-1is to
be used as part of a larger evaluation process with other assessment methods and
collateral information. Therefore, although movement towards a qualitative form of
inquiry will occur, this does not mean the data obtained within part (a) of phase one
must become redundant. Indeed the E.. scores of the participants were referred to and
presented during the analysis of phase one part (b). The focus group literature will

now be referred to, as the potential of focus groups to progress this research further is

considered.
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Focus group discussions have been described as a qualitative research technique that
is utilised to collect rich and innovative data (Trenkner and Achterberg, 1991). They
are carefully organised group discussions based on a singular theme or set of themes
(Krueger, 1988; Kitzinger and Barbour, 1999; Bloor et al., 2001). Focus groups are
commonly used within the fields of health and education (e.g. Murphy et al., 1992;
Basch, 1987) and are also used within multi-method research studies (Kitzinger and
Barbour, 1999). Kitzinger (1994) provides reasoning for the use of focus group
discussions, revealing that personal behaviour is not isolated from public discourse
and actions do not occur in a cultural vacuum. Consequently, it seems logical to
employ methods that actively encourage the exploration of social processes in action.

Furthermore, Wilkinson (1999) reveals that within a focus group the individual 1s not
acting in isolation as they are part of a wider social group, which serves to add
context. This methodology contrasts with that of individual interviews where the
participant is isolated and consequently the sole focus of the researcher. This may
cause the participant to become nervous and impact upon the quality and richness of
the data obtained (Kitzinger and Barbour, 1999). Within a focus group discussion the
number of participants may provide an increased sense of security and willingness to
contribute. These critical proposals and possible advantages aside it should be

acknowledged that individual interviewing, which is sometimes posed as an

alternative to focus group discussions, may encourage participants to provide
personalised and confidential information that may not be disclosed in a group based
situation (Kitzinger and Barbour, 1999; Mitchell, 1999). This last perspective

suggests that peer pressure (perceived or otherwise) might act to diminish disclosure

within a focus group.
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Various texts offer guidelines and insights into how a researcher should conduct a
focus group discussion (see Krueger, 1994; Kitzinger and Barbour, 1999; Bloor et al.,
2001; Fern 2001). These texts reveal that there are a number of issues that researchers
should consider before conducting a focus group discussion such as, constructing and
designing the focus group, moderator training, the setting and group composition. The
construction and design of a focus group requires careful consideration and planning.
Participants should feel able to converse on the issues they are presented with. In that
sense the design of the focus group should engage the participants on topics that they
are familiar and/or may have experienced. In a more technical context, design of a
focus group can be based upon the following formats i.e., a funnel (generic then
specific) or reverse funnel (specific then generic) approach (Kitzinger, 1994; Morgan
1999). The importance of the role of the researcher within a focus group discussion as
the moderator cannot be underestimated. Several commentators have stressed the
importance of the moderator in the logistical operation of a focus group discussion
(Trenkner and Achterberg, 1991; Kitzinger and Barbour, 1999; Bloor et al., 2001;
Porcellato et al., 2002). Trenkner and Achterberg (1991) reveal how the success of a
focus group is dependant upon the listening and directive skills of the moderator.
Specifically, the moderator’s perceptiveness and sensitivity can determine the depth
and relevance of the findings obtained (Murphy et al., 1992). The setting where the
focus group takes place is also an important consideration to the success of the
method (Porcellato et al., 2002). The setting must be easily accessible to participants
(Kitzinger and Barbour, 1999) and be conducive to the freedom of expression
(Murphy et al., 1992; Bloor et al., 2001). Commentators have also referred to the

freedom of expression in relation to group composition. Preferably the participants

within a focus group discussion should be homogeneous with respect to certain socio-
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demographic characteristics (Murphy et al., 1992; Kitzinger and Barbour, 1999; Bloor
et al., 2001). This encourages freedom of expression and facilitates flow and

Interaction within the focus group (Kitzinger and Barbour, 1999).

The aim of focus group discussions is to “...elicit perceptions, feelings, attitudes and
experiences through interaction from the participants in a permissive, non-threatening
manner” (Porcellato ef al., 2002; p311). It can be deduced from this statement that
Interaction from participants within a focus group is essential. If so, such interaction
between participants must be represented within the presentation of the focus group
data. Indeed, the forms of analysis and presentation of focus group data has been a
topic of debate within the literature. Wilkinson (1999) suggested that the interaction
between participants should act as the primar; data source. Analytical techniques
informed by this view include approaches that focus on group dynamics (Kitzinger
and Farquhar, 1999) and a conversational analysis approach (Myers and Macnaghten,
1999). This aside, a common technique used for the data analysis of focus groups is
content aﬁalysis, which does bare similarities to analytical induction (Frankland and
Bloor, 1999; Myers and Macnaghten, 1999). Content analysis has also been criticised
as a technique for analysing focus group data as it is thought to fail to capture the
contextual dynamic (Wilkinson, 1999). Nevertheless, it continues to remain a popular
form of analysis that is associated with qualitative research generally and more
specifically within sport psychology (Scanlan et al., 1989; Cote et al., 1993; Gould et
al., 1993a; '1993b; Dale 2000). Phase one (b) utilises a number of different focus
group analysis techniques. These allow the focus group data to be examined from a
varicty of perspectives (further details of analysis and presentation of results are

provided in the methods section). Exploration and reference to the focus group

63



literature enabled informed decisions to be made regarding the suitability of specific

research techniques to expand the conceptual breadth and also develop conceptual

depth within the present thesis.

Phase one (b) utilised focus groups for data collection. Engaging in a focus group
methodology enabled the researcher to further explore the concept of E.I. and
associated motivational/emotional based literature within sport psychology (objective
3). More specifically, the focus groups served to provide further insight in to E.L
within a culturally specific context; as a consequence the culturally specific language
that is employed by players within an academy environment can be heard (Bloor et
al., 2001). The data obtained within phase one (a) (E.I. scores) is also presented
within phase one (b) and enabled the researcher to explore how narrative derived from

deductively driven culturally specific focus groups may align with psychometric

profiles (objective 2).

3.2 Methodology

3.2.1 Participants and Recruitment
The participants were football scholars (n=20) aged 16-19 years who played for

English Premiership football academies. Access was granted from three of the five

academies involved in phase one (a). The academies were referred to as Club 1 (n=7),

Club 2 (n=7) and Club 3 (n=6). The Ethics Committee of Liverpool John Moores

University approved this phase of the research.

Participants were recruited via contact with the Heads of Education and Welfare at the

academies. A prerequisite for involvement in the focus group discussions was



completion of the Bar-On (1997) EQ-1 in phase one (a). The researcher advised the
Heads of Education and Welfare to explain to the scholars who may be potentially
involved that they would be participating in a discussion on football related issues. It
was felt this was enough information to provide the scholars with, as the researcher
sought to accrue spontaneous reactions from the participants on the topics that were to

be discussed (Silverman, 2000). Scholars from different age groups were present in

each of the focus groups. This enabled the researcher to explore a range of opinions
and experiences from the different ‘development stage’ cohorts at the academies.
Preferably the group composition within a focus group should be homogeneous with
respect to certain socio-demographic characteristics (Murphy et al., 1992; Kitzinger
and Barbour, 1999; Bloor et al., 2001). The football scholars within all of the focus
groups possessed a number of homogeneous characteristics i.e., all were male aged
between 16-19 and were full time scholars at the football academies. These shared
characteristics served to enhance the flow and interaction of the discussions
(Kitzinger and Barbour, 1999). Finally, it is important to note that the researcher was
not aware of the scholars E.I scores prior to the focus group discussion. This ensured
no bias was afforded to those with a high or low level of ElL in terms of the

researcher’s anticipation of a scholar’s level of involvement, responses and general

contribution to the discussions, which may have been based upon knowledge of their

E.L scores.

3.2.2 Data collection

The focus groups were held at the academies (n=3) attended by the scholars (n=20). It
was hoped that the familiar surroundings would help to make the scholars feel at ease

and able to articulate themselves within the discussions (Porcellato et al., 2002; Bloor

65



et al., 2001). Prior to conducting the focus groups contact was established with the
Heads of Education and Welfare at each academy. The researcher communicated with
the Heads of Education and Welfare on the issue of confidentiality and requested a
private and secure setting at the academies for the focus group discussions. This was
to ensure the scholars felt at ease and also to help increase their sense of security with

regard to issues of confidentiality. All three focus groups took place in classroom

settings. The estimated time given to the academies for availability of their scholars
was approximately an hour to an hour and a half. The focus groups lasted no more
than one hour (this does not include set up time or communication with staff/scholars
afterwards). A preferred time of day for the focus groups to take place was not

provided, the researcher was aware that this would be dependant upon individual
academy programmes. The number of scholars required for each focus group was

specified by the researcher as a minimum of six and a maximum of eight. Krueger
(1995) suggested that the most effective focus groups are composed of 6 to 8
participants. All of the focus groups were tape recorded (Sony Micn’Micro M-

100MC).

3.2.3 Focus Group Format

Aware of the criteria for an effective focus group interview (Merton et al., 1990; i.c.,

range, specificity, depth and personal context) the researcher formulated six slides to

be presented within the focus group. The slides were based upon the following

format:

1. A specific scenario

And the players’ reactions in the following thematics:

2. Thoughts and feelings
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3. Response

4. Time phased change

The aforementioned format adopted within the focus groups could be referred to as an

appraisal prompt system, used to elicit culturally specific narrative (this is evidenced

within the results sections).

3.2.3.1 Scenarios
The scenarios were football specific and related to the culture and demands of a

football academy. They addressed both competitive and non-competitive stressors
(Dugdale et al., 2002). Hardy et al. (1996) noted that it is important elite athletes not
only possess psychological skills to enhance their performance but also that they are
able to manage stressors that have the potential to have a detrimental effect on their
performance. Lazarus (2000a) believed understanding of the influence of emotion in
sports competitions requires explanations of the emotions experienced by sports
performers in relation to different competitive conditions. Furthermore, understanding
the influence of emotion is one of the four components of E.I identified by Mayer
and Salovey (1997) and given a variety of scenarios were presented to the players,

this provides Increased scope for the researcher in terms of exploring players’

understanding of their emotion (aligned with strategic E.I) within a variety of

contexts.
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Referees and Yellow Cards

You are given a yellow card after a
challenge/tackle on one of your opponents,
but you believe that it was a fair challenge.

What are your thoughts and feelings? | j
i

How would you respond?

[ the same situation occurred in a different game would you
sUll respond the same way (think about your performance
hetore and after the incident occurred)?

Figure 3.1 Referees’ decisions

The purpose of this slide was to explore the players’ emotional reactions and
responses to decisions made by referees (figure 3.1). In this case the demands placed
upon the player have been intensified due to a yellow card being given despite the fact
it is specified that a fair challenge was made. An incident with a referee was selected
as all players are exposed to referee’s decisions (fair and unfair). Furthermore,

regardless of agreement with referees, players must abide by the decisions that they
make. Consequently, they can be, as in this instance, emotion provoking encounters.

The emotion experienced has the potential to generate a response that could have

adverse consequences for the player and their team.

Managers’ Decisions

With no warning the manger does not select you in his starting eleven.

You were expecting to play:

\What arc¢ your thoughts and feelings?

How do you respond to this situation that you find yourself in”

11\ r 1 team mate has expenenced selection problems:
I lt. W did | | 'h-}.*_"'u‘ J I'ﬂSpUﬂd:}
Do vou think that vou (they) would respond differently now?

Figure 3.2 Football managers and team selection
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This slide explored elements of the relationship between a player and manager (figure

h—!‘

"

3.2). The antecedents for emotion are that the player expected to play but the manager

U

did not select him or speak to him about the decision.

What it’s like out on the pitch plaving ...

“Football banter......”

The player you are marking on the opposing team
is constantly talking to you/trying to *wind you up.’

- What are your thoughts and feelings?

- What do you do when you are in this type of situation?

Have you always responded this way or have your responses

“haneed?

Figure 3.3 Football banter
The previous two shides concerned players and authoritative figures within the game.
In contrast this slide focused on interaction between players (figure 3.3). The process
of ‘sledging’ or ‘winding-up’ 1s an experience that players are likely to relate to. For
example, players may have nitiated or been the recipient of such action. It 1s this

privileged position that a player has in terms of knowledge and the potential impact of

this knowledge on their selected response that was of interest.
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Contracts......

e Academies constantly release and retain players.
This is a process you will have already experienced.

e Can you recall thoughts and feelings of when you and
your team-mates first experienced this process?

e Having been retained have your thoughts and feelings
regarding the process of release and retention changed?

Figure 3.4 Retention and release

This scenario focused upon the transient environment of a football academy (figure
3.4). More specifically, reference was made to the process of retention and release,
which is a year-on-year reality within football academies and how the scholars

respond to it. This was of interest given the potential of such processes (retention and

release) to have a detrimental effect on wellbeing and thus performance.



Academies are challenging places...

There must have been times when you have felt
challenged as a player of the academy.

What are your thoughts and feelings on the demands
placed upon you?

How have you dealt with them?

Looking back would you change the way in which you
dealt with situations/demands?

Academies are challenging places...

There must have been times when you have felt
challenged as a person playing at an academy.

What are your thoughts and feelings on the
demands placed upon you?

How have you dealt with them?

Looking back would you change the way in which
you dealt with situations/demands placed upon you?

Figure 3.5 Academies as challenging places (player/person)

These slides focused upon the challenges that present themselves to scholars at
football academies (figure 3.5). The similarity of the two slides was intentional as
differentiation between the challenges facing a scholar as a player and a person and

their ability to cope with both competitive and non-competitive stressors was explored

(Hardy et al., 1996).

3.2.3.2 Thoughts and Feelings

Thoughts and feelings focus upon the scholars’ abilities to appraise and label their
emotions (Ortony ef al., 1988). Emotional self-awareness (Bar-On, 1997) and the

appraisal of emotion (Mayer and Salovey, 1997) are integral features of E.I. Mayer
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and Salovey (1995) refer to the construction and appraisal of emotion with reference
to levels of awareness or consciousness (nonconscious, low consciousness/awareness,
high consciousness/awareness — see literature review). The questioning of scholars’
thoughts and feelings enables exploration of the relationship between emotion and
cognition (Mayer, 1986; Forgas, 1995). Mayer et al. (2002; pl19) stated that,
“...thoughts and other cognitive activities are informed by his or her experience of
emotions.” Lazarus (2000a) highlights the interdependence of cognition (appraisal)
and emotion revealing that cognition (appraisal) can transform emotion. Lazarus
(2000a; p234) explains that, “...emotions are aroused and transformed Into other
emotions on the basis of the changing relational meaning a person constructs...”
Relational meaning is therefore constructed as a result of an individual’s appraisal of
their own personal attributes and the environmental demands. Consequently, the

thoughts and emotions (feelings) expressed by scholars, helped to inform the

researcher of the types of relational meanings that may be operational.

3.2.3.3 Response
The scholars’ thoughts, feelings and responses can be related to the appraisal-

regulation cycle that sports performers continuously experience. From an E.L
perspective levels of awareness or consciousness that were cited within thoughts and

feelings, and so specifically aligned with appraisal, were also relevant to this response
section. Mayer and Salovey (1995) apply the threefold framework of consciousness or
awareness to both emotional construction (appraisal) and emotional regulation
(response). For example, nonconscious regulation of emotion was aligned with
instiﬁctive defense mechanisms and automaticity, low consciousness Or awareness

was aligned with direction towards or away from the emotional experience and

finally, emotional regulation at a high level of consciousness or awareness was
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aligned with reflective practice (Mayer and Salovey, 1995) and the acquisition of
emotional knowledge (Mayer et al., 2004). The reader is directed to the literature
review for more information concerning the construction (appraisal) and regulation
(response) of emotion. The scholars’ responses also alluded to the coping strategies

that they employed e.g., problem focused or emotion focused (Lazarus and Folkman,

1984).

3.2.3.4 Time Phased Change
Appraisals, coping strategies and emotions are all influenced by feedback from

performances (Lazarus, 2000a; 2000b). Consequently subsequent changes in
appraisal, coping and emotion can take place. Understanding of why specific
emotions are aroused and the relationship between their emotion and cognition are
central to learning from experience. This relates directly to the aforementioned levels

of consciousness proposed by Mayer and Salovey (1995). The reflective nature of the

process that an individual engages in at a higher level of consciousness (emotional

expertise) would arguably suggest that they are able to acquire increased emotional
knowledge and therefore potentially learn (in an adaptive sense) from their
experiences. Lazarus (2000a) confirms that emotional understanding is crucial with

regard to adding potency to personal coping efforts and thus performing to your

potential. This section intended to address the significance of emotional knowledge

and understanding.

3.2.4 Conducting the Focus Groups
Before each focus group started the Head of Education and Welfare at each academy

was contacted upon arrival by the researcher. A classroom with table and LT.

equipment was then allocated for use. Focus groups slides were formulated on
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Microsoft PowerPoint and the slides acted as visual aids to encourage engagement of
the participants and to ensure questions and scenarios were always visible. The table
provided a point at which participants could gather and sit around on the chairs, which
were arranged to serve two purposes: to ensure that the researcher had good eye
contact with all participants and secondly to ensure the projected slides were cleaﬂy
visible. Before the focus group began the researcher introduced herself and all
participants were provided with labels to write their names on and place on their front,
so enabling the researcher to address participants by their name. The purpose of this
was twofold; to make the participants feel more secure with the researcher and to
make it easier when transcribing the data, i.e., in order to be able to identify the
narrative to the participant. The researcher explained to the participants that the time
they had available was intended to be used for a group discussion on a number of
issues related to football. It was also explained that the researcher was there to
facilitate the discussion, ask further questions on what was discussed, as well as to

ensure a focus on the topics was maintained (Krueger, 1998). Confidentiality was

assured.

At the end of the focus group discussions participants were provided with an oral
summary of the main issues related to each scenario that had been discussed. Once the

participants had left the room the researcher took time to reflect on her experiences
and brief reflexive notes were taken. These included how the participants responded
to each scenario (these notes proved useful in relation to the formation of the pen

profiles, which are referred to later) and the challenge of running the focus group.
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3.2.5 Data Analysis
The researcher transcribed all three focus groups. This assured familiarity with each

transcript and assisted the process of content analysis (Coffey and Atkinson, 1996;
Frankland and Bloor, 1999). The word count for each transcript varied (Club 1 - 7351
words Club 2 - 2945 words Club 3 - 4310 words — Total word count; 14,606). The
transcripts were read and re-read ensuring understanding and awareness of the flow
and involvement of the participants within each group (Smith, 1999). Within each
focus group the participants were assigned a letter and tagged by their club, for
example, Player A Club 1, Player B Club 2 etc. The generic E.d. scores the
participants had obtained for the EQ-i (Bar-On, 1997) in phase one (a) were then
identified and positioned alongside the participants’ tags. For example, Av. Player D
Club 2, ML, Player G Club 2, L. Player D Club 1. The scores were categorised in
association with the interpretive guidelines (see table 3.1) provided by Bar-On (1997).

The categories ranged from markedly high to markedly low, logical abbreviations

were made to ensure the tags remained concise.
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Table 3.1 Interpretive guidelines for Bar-On EQ-i scores
adapted from Bar-On, 1997; p44

Standard Score Interpretive Guideline

130+ Markedly High (M.H)
— Atypically well developed emotional capacity.

120-129 Very High (V. H)
S i

110-119 High (H)

90-109 Avcragc (Av.)
I W

80-89 Low (L)

Under developed emotional capacity,
70-79 Very Low (V.L)

| Extremely under developed emotional capacity,

requiring improvement.

requiring improvement. |

Under 70 Markedly Low (M.L)
Atypically impaired emotional capacity,
Requiring improvement.

The tags remained present within the content analysis phase and also during the

follow-up phase that portrayed the interaction between participants within the focus

group discussions. This ensured accessibility to both the researcher and the reader of

the narrative and the scores.

The qualitative data analysis undertaken reflects Denzin and Lincoln’s (1994)

description of the qualitative researcher as bricoleur i.e. using a variety of strategies
and methods to analyse the data. The process of data analysis can be linked in to three

sub-processes: data reduction, data display and conclusion drawing/verification

(Huberman and Miles, 1994, see figure 3.6).
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Data Reduction:

Q Deductive formation of pen profiles

O Deductive and inductive process of
content analysis

Data Display:

Pen Profiles - Narrative and E.I scores

Content Analysis - 1* order themes and broad dimensions

Conclusions/Verification:

Results and Discussion:

Further analysis of E.I scores aligned with narrative.
(Informed by pen profiles)

Elucidation of themes within content analysis.
(Based upon interaction within focus groups)

Figure 3.6 Data analysis sub-processes (adapted from Huberman and Miles, 1994)

The pen profiles for each participant (n=20) were formed deductively. The narrative
for each participant was extracted and explored in relation to the five sub-components
of E.I. Exploration and specific reference to Bar-On’s (1997) definitions for the five
major subcomponents of E.I. (Intrapersonal, Interpersonal, Adaptability, Stress

Management and Mood) enabled the researcher to deductively identify narrative and
align it with one of the five subcomponents. The E.I. scores (generic score and five
subcomponent scores) previously obtained by the participants (within part (a) of
phase one) were presented on their individual pen profiles. This enabled any potential
relationships between the narrative and E.I. scores to be explored. Once the pen

profiles were formed the researcher engaged in triangulation, which, in this context,
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refers to consultation with experienced qualitative researchers, who acted as critical

friends and helped to challenge and question the alignment of specific narrative with
the five subcomponents of E.L (Patton, 1990). More specifically, this consultation led
to the refinement of the pen profiles, which included occasional repositioning of

narrative based upon a deductive consensus of opinion.

A sample (n=5) of pen profiles was selected by the researcher for this exploration
process. The selected sample was intended to provide the reader with a general
overview of the participants and an insight in to the range of pen profiles that were
produced i.c., in terms of the content of the narrative in relation to both the generic
E.IL scores and subcomponent scores. Specific reference was made to five pen profiles
(Player B club 2 High, Player A club 1, Average, Player D club 1 Low, Player C club
2 Average, Player F club 2 Average). Comparisons in association with these five pen
profiles and other pen profiles were made. This process of exploring potential
connections between narrative and scores ensured the researcher adopted a
comprehensive approach to analysis, which uncovered positive and negative case
examples i.e., narrative that reflected E.I. scores and narrative that did not. The scores
the participants obtained beyond the five major subcomponents of E.I. were also

referred to (i.e., the further subcomponents of E.L) and this served to enhance the

depth of deductive scrutiny and subsequent association within this form of analysis.

Content analysis was carried out on all three focus group transcripts. The thematics
within each scenario; thoughts and feelings, response and time phased change were
used to section the narrative and resulted in manageable data. The narrative for each

scenario, located within the aforementioned sections, was examined and common

threads emerged leading to the clustering of quotes or meaning units (Tesch, 1990)
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from players at different academies. The initial clustering of quotes resulted in the -
emergence of first order themes and broad dimensions (Scanlan et al., 1989; Cote et
al., 1993). This element of deductiveness reflected the conceptually driven formation
of the slides, which were informed by both the sport psychology (appraisal, emotion
and coping) and E.L literature (Bar-On, 1997; Mayer and Salovey, 1997; Mayer et al.,
2002). Consequently, both the design phase of the focus groups and the researcher’s

conceptual knowledge contributed to a conceptual cycle of ‘deductiveness.” Krane et
al. (1997; p216) stated, “It is unrealistic to expect any researcher to begin a study

without the requisite knowledge to understand the phenomenon under consideration.”
This deductiveness is evident in the language used to label the first order themes and
broad dimensions within the content analysis. Further to this element of the analysis,
cultural specific issues were also identified in a more inductive sense (see Slide Two —
Football Managers and Team Selection — Response). The two 1% order themes
relating to managers’ decisions labelled as players choose to confrént manager,
requiring an explanation for his decision and alternatively players internalise
manager’s decision; no confrontations are specifically related to and dependent upon
the culture within a specific academy. This overt combination of both deductive and

inductive analysis aligns the analysis the process with balanced ideals first outlined by

Meyer and Wenger (1998).

As mentioned previously, focus groups are intended to encourage interaction between
participants and thus interactions should be included within the analysis (Kitzinger,
1994; Wilknson, 1998). Completion of the content analysis was followed by the
‘fleshing out’ of first order themes and broad dimensions. This section highlighted the

discourse that occurred between participants and revealed the quality of the data that
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was acquired. Given that the Bar-On (1997) perspective of E.I. had been explored and
addressed via the pen profiles, this section enabled Mayer and Salovey’s (199)5)
perspective of E.L to emerge (pre-empting further reference to this perspective within
phase two). Narrative that resonated with Mayer and Salovey’s (1995) perspective,
more specifically the levels of consciousness (nonconscious, low consciousness Or

awareness, high consciousness or awareness) was also highlighted. In deductive terms

this was a tentative process. Analysis of slides 4 to 6 suggested that the data was not
conceptually conducive to this process. Reasons for why they were not conducive
included increased reference to others and an increase in the generic nature of the
narrative. It seems the Mayer and Salovey (1995) perspective would be increasingly

amenable to individual specific narrative, with potential applied connotations (sce

phase two).

The aforementioned data analysis formed a results section that comprised of